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Abstract 
Based on the observable effects that school closure has had on a school community, this action 
research project explores the conceptualisation of well-ďeiŶg, aŶd ǁhat it is ͚to flouƌish͛, aŶd seeks to 
asĐeƌtaiŶ if aŶ iŶteƌǀeŶtioŶ ďased oŶ ͚MiŶdfulŶess͛ pƌaĐtises ĐaŶ pƌoŵote oƌ eǀeŶ ŵaiŶtaiŶ the ǁell-
being of pupils amidst such a destabilising climate. 
 
Introduction, Context and Rationale 
Based on the observable effects that confirmation of school closure has had on the school community 
as a whole, I have undertaken an action research project to develop my understanding of this 
educational context.  I have sought to introduce an intervention to promote the well-being of my class 
amidst this destabilising school climate. This project is an interpretative inquiry using an approach 
based on grounded theory, and the constant comparative method to analyse my observations and 
reflections (Thomas, 2009).  A second literature review has been added, following the analysis of my 
data, due to further theory and ideas emerging from my findings. 
 
Following an extensive consultation process, staff and pupils were informed in March 2016 of the final 
decision to implement whole school closure. All pupils in key stage three face the prospect of having 
to start at a new school in September, and many staff are being made redundant.  This has had a 
significant impact on the school climate and has perpetuated an already high state of pupil anxiety.  
This project was undertaken to explore the introduction and practice of a range of Mindfulness 




Societal well-being and happiness has been of concern throughout history, and the notion that an 
important part of educating children is to pƌoŵote aŶd Đultiǀate ͚flouƌishiŶg liǀes͛ is Ŷot a Ŷeǁ oŶe 
(Grant, 2012; Lucas, 2013; Goleman, 1996). Indeed, GƌaŶt ideŶtifies tƌaditioŶal ͚giaŶts͛ iŶ eduĐatioŶal 
theory, such as Jefferson, Mann and Dewey, all of whom cite educational aims and goals as being 
linked to well-being and flourishing (2012, p.2). Theƌe has ďeeŶ a Ŷotaďle ͞iŶĐƌeased eŵphasis oŶ 
ǁhole sĐhool aŶd studeŶt ǁellďeiŶg͟ ;‘offeǇ, ϮϬϭϭ, p.ϭϵϲͿ, likelǇ ďoƌŶe out of studies which conclude 
that soŵehoǁ ĐhildƌeŶ͛s liǀes aƌe ďeĐoŵiŶg ŵoƌe diffiĐult, oƌ ŵoƌe diffiĐult thaŶ theǇ ought to ďe 
(Layard & Dunn, 2009). These aligned views and concerns have contributed to the recognised need 
and import of the cultivation of personal well-being around the world (Hupport & So, 2011). 
 
The conceptualisation of well-being has been, and continues to be, approached from a variety of 
theoretical and empirical perspectives (see Huppert & So, 2011).  The assertion that well-being is 
͚multi-dimensioŶal͛ (Huppert & So, 2011), or a ͚ĐoŶstƌuĐt͛ - which has measurable elements each 
contributing to well-being (Seligman, 2011), is a commonality amongst these approaches.  
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Huppeƌt aŶd “o desĐƌiďe ǁellďeiŶg as ͚the ĐoŵďiŶatioŶ of feeliŶg good aŶd fuŶĐtioŶiŶg ǁell͛ ;ϮϬϭϭ, 
p.839), recognising flouƌishiŶg as ͚the eǆpeƌieŶĐe of life goiŶg ǁell͛ ;ϮϬϭϭ, p.ϴϯϴͿ.  Theiƌ eǆteŶsiǀe 
review of the longitudinal and experimental studies made of well-being identify a range of positive 
outcomes associated with well-being which iŶĐlude ͚effeĐtiǀe leaƌŶiŶg, pƌoduĐtiǀitǇ aŶd ĐƌeatiǀitǇ, 
good relationships, pro-soĐial ďehaǀiouƌ aŶd good health aŶd life eǆpeĐtaŶĐǇ͛ ;ϮϬϭϭ, p.ϴϯϴ.)  From 
this, they in turn robustly identify their own ten features of well-being, these being: 
 
Competence  Emotional stability   Engagement  Meaning 
Optimism  Positive emotion  Resilience  Self-esteem 
Vitality   Positive relationships   
(2011, p.849). 
 
Likewise, Seligman (2011) also seeks to further the common understanding of well-being and he too 
offers a concept as to what well-being actually is.  He identifies five measurable elements of well-being 
;giǀiŶg theŵ the aĐƌoŶǇŵ PE‘MAͿ ǁhiĐh, takeŶ togetheƌ, ĐoŶstitute ͚ huŵaŶ flouƌishiŶg͛. These ďeiŶg: 








As Huppert and So (2011) rightly identify, all five elements proposed by Seligman are represented in 
their suggested ten features of positive well-being.  As such, I haǀe takeŶ “eligŵaŶ͛s PE‘MA as a 
reliable set of indicators that I will be using and looking for in my own data, in terms of measuring the 
well-being of my pupils. 
 
Mindfulness 
The world is all-abuzz nowadays about mindfulness.͟      
Jon Kabat-Zinn (Williams & Penman, 2011) 
 
Mindfulness has captured the ǁoƌld͛s atteŶtioŶ as ďeiŶg a possiďle ŵeaŶs to alleǀiatiŶg and tackling 
feelings of anxiety, stress, exhaustion and unhappiness.  Mindfulness claims to offer a set of simple 
practices and meditations based on mindfulness-based cognitive therapy, which has been clinically 
proven to successfully treat depression and prevent normal feelings of anxiety, stress and sadness 
(Williams & Penman, 2011; Kabat-Zinn, 1990; 1994).  There is also a growing body of research into the 
use of MiŶdfulŶess ǁith ĐhildƌeŶ aŶd ǇouŶg people ǁhiĐh shoǁs it to ďe ͚Đapaďle of iŵpƌoǀiŶg ŵeŶtal 
health and well-being, mood, self-esteem, self-regulation, positive behaviour and academic learning͛ 
(Weare, 2013). 
 
Many positive outcomes and benefits have been attributed to the regular practice of Mindfulness 
techniques and meditations, these include: 
  An altering of the physical structure of the brain – the insula, which helps to mediate empathy 
– meditation not only strengthens it, but helps the insula grow and expand. Empathy and 
feeling genuine compassion and kindness towards yourself and others is proven to benefit 
both physical health and personal well-being.  It boosts positive emotions which in turn develops an increased sense of purpose and fewer 
feelings of isolation. 
(Williams & Penman, 2011). 
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Additionally, practising Mindfulness has also ďeeŶ fouŶd to ͚ŵodifǇ haďitual ŵeŶtal aŶd ďehaǀiouƌal 
patteƌŶs ǁhiĐh otheƌǁise Đƌeate aŶd ŵaiŶtaiŶ Ŷegatiǀe ŵeŶtal states͛.  IŶ doiŶg so higheƌ leǀels of 
happiness and well-being are achieved (Weare, 2013, p.6). Weare similarly asserts that: 
 
Mindfulness has been shown to have effects on emotional and social qualities in both adults 
aŶd ĐhildƌeŶ suĐh as the aďilitǇ to feel Đalŵ aŶd iŶ ĐoŶtƌol of oŶe͛s eŵotioŶs, to ŵake 
meaningful relationships, to accept experience without denying the facts, to manage difficult 
feelings, and to be resilient, compassionate and empathic 
(2013, p. 20). 
 
A comparable link can be made between many of the identified positive outcomes of practising 
Mindfulness and the set of indicators (PERMA) deemed as constituting well-being and flourishing.  As 
such Mindfulness suggests itself as an appropriate intervention which may successfully enable, 
maintain or promote the positive well-being of my pupils.  If MiŶdfulŶess does iŶdeed ͚Đoƌƌelate 
positively with well-being, positive emotion, popularity and friendships, and negatively with negative 
eŵotioŶ aŶd aŶǆietǇ͛ ;Weaƌe, ϮϬϭϯ, p. ϮϯͿ, theŶ ŵǇ iŶtƌoduĐtioŶ of its stƌategies aŶd teĐhŶiƋues, as 




The intention of research is to engender new knowledge. Action research then, can be understood as 
people taking action to develop their knowledge and understanding and in turn using this knowledge 
to improve their own practice (McNiff and Whitehead, 2010; Sharp, 2009).  Traditionally research falls 
under two paradigms: the positivist or scientific method and the anti-positivist or naturalistic 
approach (Cohen et al, 2007).  These are also further referred to in education research as the 
͚Ŷoƌŵatiǀe͛ oƌ ͚ƋuaŶtitatiǀe͛ ƌeseaƌĐh paƌadigŵ aŶd the ͚iŶteƌpƌetiǀe͛ oƌ ͚Ƌualitatiǀe͛ ƌeseaƌĐh 
paradigm. These two research approaches stand in direct contrast to one another and Sharp (2009) 
offers a useful interpretation of each: 
 
Research from a normative perspective can be thought of as something which is very often 
carried out on people, on places and on events by looking in from the outside. 
Research from an interpretive perspective can be thought of as something which is very often 
carried out with people, in places, creating events from within 
(Sharp, 2009, p. 5). 
 
Interpretive approaches focus on action, their central aim being to understand ͚the subjective world 
of huŵaŶ eǆpeƌieŶĐe͛ aŶd ͚iŶdiǀiduals͛ iŶteƌpƌetatioŶs of the ǁoƌld aƌouŶd theŵ͛ (Cohen et al., 2007 
p 19 & 21). My research falls under the interpretive paradigm in that I am undertaking a research 
project that actions an intervention, and its impact is being measured in relation to pupil well-being: 
ǁhiĐh sits ǁithiŶ this ͚suďjeĐtiǀe ǁoƌld of huŵaŶ eǆpeƌieŶĐe͛ giǀeŶ that it is oďseƌǀiŶg pupils͛ 
attitudes, behaviours and thinking. I will be observing and interpreting these human experiences. 
 
My primary chosen data collection technique was the keeping of and the examination of a written 
log/diary detailing my experiences, observations and reflections.  Given that my inquiry investigates 
what Cohen (2007) desĐƌiďes as ͚soĐial pheŶoŵeŶoŶ͛ – that of the environment, people and their 
relationships, behaviour, action and activities and verbal behaviour; an ethnographic approach; 
whereby I am rigorously observing and ƌeĐoƌdiŶg the pupils͛ aĐĐounts, as well as recording and 
examining my own personal accounts of these observations, aligns itself well to the project. 
Ethnographic data is recognised as a valid data collection style/method in the study of social behaviour 
(Cohen et al., 2007). My data also included the instigation of two episodes of data collection using 
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enquiry.  The first, prior to the introduction of Mindfulness interventions, was to form a pupil 
comparative to my own observations of the class over a two week period.  The second, following the 
Mindfulness intervention, again was to enable a pupil-formed evaluation comparative of the impact 
of the intervention in relation to my own evaluations. Again this aligns with WollĐott͛s thƌee ŵethods 
of ethnographic data collection: experiencing, enquiring and examining (cited in Gibson and Brown, 
2009).  
 
An obvious strength of this style of data collection is that it provides a first-hand, eye-witness account 
of the pupils͛ ƌesponses (Sharp, 2009). The observations were also repeated daily for a five week 
period which ensured a reasonably reliable measure of the impact of the intervention. However, it is 
important to recognise that observations, and the subsequent reflections of these, can be quite value 
led and selective; and that any interpretations of these observations will have a degree of subjectivity 
attached with no finite proof being offered.  This is why a final pupil-formed evaluation was 
undertaken as to the impact of the iŶteƌǀeŶtioŶ: iŶ oƌdeƌ to ŵaǆiŵise the ͚ǀaliditǇ aŶd ƌeliaďilitǇ͛ of 
my own interpretations and evaluations (Sharp, 2009). 
 
Identifying my inquiry as an interpretivist one also consequently informed my analysis methodology, 
and as such I have used an approach which incorporates the use of the constant comparative method 
and which is also based on Glaseƌ aŶd “tƌauss͛ ͚gƌouŶded theoƌǇ͛ (Thomas, 2009).  Continual and 
repeated reviewing and comparison of my reflections and observations allowed me to identify key 
themes that captured and summarised the content of my data.  It was at this point, as is common with 
an interpretivist approach, that theoƌǇ ͚gƌouŶded͛ iŶ the data geŶeƌated fƌoŵ ŵǇ ƌeseaƌĐh began to 
emerge (Cohen et al., 2007).  This prompted further theoretical reading which formed the second 
literature review.  
 
The constant comparative method also enabled me to ͚ŵap͛ these theŵes ďaĐk to “eligŵaŶ͛s 
framework or ͚set of iŶdiĐatoƌs͛ relating to well-ďeiŶg, ǁhiĐh ŵade eǆpliĐit the ͚iŶteƌĐoŶŶeĐtioŶ͛ 
between the emergent themes and their relational qualities (Thomas, 2009). This could also be 
desĐƌiďed as a ͚haphazaƌd ŵethodologǇ͛ iŶ that this underlying order was not initially apparent until 
the constant comparative method was employed, which then facilitated this clarity in the data (McNiff 
& Whitehead, 2010).  
 
Ethical considerations remained paramount throughout the inquiry.  The action research project was 
discussed at length with members of the senior leadership team within the school and written 
permission to undertake the project was obtained.  I have also taken care to anonymise all pupil 
participants referred to in all written observations (McNiff & Whitehead, 2006).  Although I recognise 
I was acting covertly, and undertook the project ǁithout the pupils͛ consent, this was deliberate, in 
that I did not want to lead the participants or engender bias in terms of their engagement or response.  
Given that my role is to teach my class new ideas and methods on a daily basis, introducing and 
teaching them Mindfulness techniques was not significantly straying from that routine purpose.  My 
choice of intervention was also made with the utmost integrity in that systematic reviews of the 




The following summarises my research methods:  Two weeks of general observations of ŵǇ Đlass͛ ďehaǀiouƌ, attitude, ŵotiǀatioŶ etĐ – written 
reflections and observations routinely kept in a weekly log/diary.  Enquiry – Open question asked to class prior to intervention to form a comparative to my 
initial two weeks of general observations ͚How is the term going?͛ – verbal responses 
recorded. 
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 Introduction of Mindfulness interventions – 5 minutes at the start of each lesson with 
varying/changing exercises over the 5 week period.  Pupils͛ ƌespoŶses to the iŶteƌǀeŶtioŶ ǁeƌe ƌeĐoƌded iŶ a ǁeekly log/diary.  Set of indicators/criteria by which to make judgements identified (PERMA).  Enquiry – OpeŶ ƋuestioŶ asked folloǁiŶg the iŶteƌǀeŶtioŶ to eǀaluate ͚iŵpaĐt͛ of the 
intervention – ͚Hoǁ do Ǉou feel aďout Ǉouƌ EŶglish lessoŶs this teƌŵ?͛ – Written responses 
from pupils.  Use of constant comparative method to analyse findings and identify emergent themes.  Analysis of evidence/data in relation to indicators/criteria.  Further theoretical reading undertaken informed by evidence and data.  Conclusion of theory and findings generated from research. 
 
Presentation of Data and Analysis 
The log/diary contains all my written recordings, observations, pupil responses and my 
interpretations/analysis of the experiences and events.  It also shows the emergence of common 
themes and their identification.  At the very end of the inquiry pupils were also given a slip of paper 
aŶd asked to ǁƌite a ǁƌitteŶ ƌespoŶse to the ƋuestioŶ: ͚Hoǁ do Ǉou feel aďout Ǉouƌ EŶglish lessoŶs 
this teƌŵ?͛ I haǀe Ŷot iŶĐluded these ƌespoŶses due to none of them mentioning or referring to the 
Mindfulness interventions; this is significant in itself and will be addressed in my analysis. 
 
The suďseƋueŶt ͚ŵappiŶg͛ exercise, which highlighted the interconnections and relational qualities 
between the emergent common themes aŶd “eligŵaŶ͛s set of iŶdiĐatoƌs foƌ ǁell-being (PERMA) is 
shown in the diagram below. The diagram shows how each of the common themes can be linked to a 
minimum of four of the indicators which constitute well-being.  This is not to say that the emergent 
common themes indicate high levels of wellbeing.  Indeed, the data suggest the opposite. The 
observed themes would suggest a lack of each of the wellbeing indicators that they are linked to. 
Indeed, the data are indicative of themes being that of counter to flourishing, and as such identify or 
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One of the most notable observed differences in pupil behaviour was the increasing physical and 
verbal aggression present both within the classroom and during unstructured time. Incidents included 
name calling, meanness or unkindness personally directed at specific individuals, hitting, slapping, 
pushing, kicking or shoving each other and most upsettingly an incident of head-butting and a physical 
fight in another lesson.  This is so sad; this is not my experience of these boys, this is not what I have 
come to know of them. I interpret this change in behaviour as pupils experiencing increased feelings 
of anger and frustration over the prospect of the school closing.  Equally they may be experiencing 
feelings of fear or anxiety about changing schools and finding it difficult to contain or give expression 
to these eŵotioŶs otheƌ thaŶ thƌough aĐts of aggƌessioŶ. Oƌ is it siŵplǇ ǁhat the pupils teƌŵ ͚ďaŶteƌ͛ 
– behaviour intended as a joke and in keeping with their age and natural development?  The escalation 
in seriousness and level to which the behaviour is targeted, unkind and mean compared to behaviours 
at the start of the school year, would suggest otherwise.  
 
Despite the introduction and sustained practice of Mindfulness exercises, which encourage kindness 
towards self and others, a decrease in physical and verbal aggression was not observed, which would 
contradict the current research and findings (Williams & Penman, 2011; Kabat-Zinn, 1990;1994; 
Weare, 2013).  Indeed observations and data showed these incidents remained fairly frequent 
throughout the inquiry.  This would indicate that educational context plays a huge role in relation to 
the success or impact of any given intervention.  I would suggest that physical and verbal aggression 
can be attributed to negative emotions and that it fosters negative relationships.  Could one impact 
of the impending school closure be that pupils are attributing less meaning to their relationships in 
school, both with pupils and teachers alike, as some of these relationships will come to an end in July? 
Pupils may be starting to disengage with these relationships iŶ aŶ atteŵpt to ͚softeŶ͛ the iŵpaĐt these 
fractured or lost relationships may have on them.  These interpretations highlight the links, or what 
could be described as the ͚counter-links͛, to “eligŵaŶ͛s iŶdiĐatoƌs of ǁell-being and corroborate with 
the current thinking in relation to well-being (Huppert & So, 2011; Seligman, 2011).  They also lead or 
point towards further theoretical reading in relation to loss, grief, attachment, aŶd ǁhat ͚sĐhool͛ 
represents.  
 
Despondency, Negativity and Pessimism 
Despondency, negativity and pessimism was a very clear theme that emerged from my data, both in 
relation to many of the pupils͛ attitudes towards school, their work, lessons, their own behaviour and 
their level of motivation, and for some, in terms of in their attitude towards the Mindfulness exercises 
themselves.  I observed many examples of pupils ŵakiŶg stateŵeŶts suĐh as ͞What͛s the poiŶt?͟ aŶd 
͞I doŶ͛t Đaƌe/who Đaƌes?͟ as ǁell as oŶe pupil statiŶg he ĐouldŶ͛t ǁait uŶtil the sĐhool Đlosed. Pupils 
also began questioning the validity of the Mindfulness interventions which elicited despondency on 
my part too.  Again this negative response or ͚state of being͛ seems far more prevalent in the current 
school context compared with that at the beginning of the year.  It might suggest that school closure 
has pƌoŵpted a seŶse of ͚giǀiŶg up͛ aŵoŶgst many pupils. But far from it being just a child problem, it 
is possible it is being felt amongst staff too; and hence could be seen as a whole school problem. 
Again Mindfulness has appeared to do little to alleviate this common theme and it has remained 
stubbornly consistent throughout the project. Observations have shown high levels of negative 
responses, and as such negative emotion, towards a number of varying school activities/factors.  
Disengagement is also evident, as pupils appear to find little purpose or meaning in their efforts and 
suďseƋueŶtlǇ aĐhieǀeŵeŶt dƌops.  AgaiŶ, ŵǇ data iŶteƌpƌetatioŶs ideŶtifǇ Đleaƌ ͚ĐouŶteƌ-liŶks͛ to 
“eligŵaŶ͛s iŶdiĐatoƌs of ǁellďeiŶg (2011) – my pupils do not appear to be flourishing.  
 
Attention Seeking Behaviours 
This third emergent theme, was very apparent amongst two or three pupils within the class and their 
behaviours were sustained throughout the inquiry. Deliberate acts to sabotage the Mindfulness 
practices and distract others were regularly observed.  This behaviour showed a complete lack of 
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engagement in the intervention, perhaps perpetuated by its apparent lack of meaning or purpose to 
the individuals, or possibly by its inaccessibility and their lack of achievement at being able to master 
or realise the exerĐises.  Weaƌe does aĐkŶoǁledge MiŶdfulŶess ĐaŶ ďe aŶ ͚elusiǀe pƌoĐess͛ ;ϮϬϭϯ, p.ϱͿ, 
which may have been too abstract for some of my pupils.  However these behaviours emerged almost 
immediately, which suggests little effort was given to fostering the practice, and the attention seeking 
behaviour may have been intended and deliberate.  Negative emotions, particularly low self-esteem, 
are habitually associated with attention seeking behaviours and the very behaviour itself suggests 
anxiety or an undermining in relationships; with the subsequent behaviours seeking to atone for the 
perceived inadequacies. Again, my interpretation is that these behaviours may be in response to the 
destabilising effects of school closure. OŶĐe agaiŶ the ͚ĐouŶteƌ-liŶks͛ to the wellbeing indicators were 
easily identifiable and pupil well-being questionable. 
 
Findings and Further Reading 
It is iŵpoƌtaŶt to ƌeĐogŶise that ŵǇ possiďle ͚Đlaiŵs to kŶoǁledge͛ folloǁiŶg the aŶalǇsis of ŵǇ data 
are, at this point, entirely my own subjective interpretations and conclusions and are not underpinned 
by theoretical reading.  It is also important to recognise that not all observations ideŶtified ͚ĐouŶteƌ 
flouƌishiŶg aŶd ǁellďeiŶg͛, although this did remain the dominant finding. 
 
The main conclusion that can be drawn from my data is that Mindfulness was not effective in 
promoting pupil well-being in the context of whole school closure. Indeed, when asked for a simple 
and general evaluation of their English lessons this term Mindfulness was not referred to by a single 
pupil: indicative of its limited impact and relevance in the current school climate.  Indeed, what is 
unsurprisingly having a very forcible impact is the school closure, and the lack of success of what, to 
date, has been a scientifically proven and medically endorsed iŶteƌǀeŶtioŶ to iŵpƌoǀe people͛s ǁell-
being (Williams & Penman, 2011; Kabat-Zinn, 1990;1994; Weare, 2013) has actually resulted in huge 
learning on my part.   
 
What this project has shown me is that educational context is of vital import and that from an initial 
focus on pupil well-being and the impact of Mindfulness intervention, my research and findings have 
instead led to my increased understanding of the impact the school closure itself is having.  As would 
be expected in an approach based on grounded theory (McNiff & Whitehead, 2006) my observations 
point to the need of a further literature review in relation to loss, attachment and Maslow.  Some 
theoretical understanding of what ͚sĐhool͛ ƌepƌeseŶts and epitomises to its pupils and staff is also 
crucial.  Given the nature and breadth of these theories a very limited overview of these theories in 
relation to this project will be offered. 
 
Literature Review 
Payne, Horne & Relf (1999) identify attachment as a ͚reciprocal relationship that occurs as a result of 
loŶg teƌŵ iŶteƌaĐtioŶs͛ aŶd the loss of suĐh attaĐhŵeŶt is distƌessiŶg ;pϲϵͿ. “iŵilaƌlǇ John Bowlby 
(1997) presents an attachment theory which is intrinsically linked to loss and grieving.  He asserts that 
grief is instinctive and is a direct response to separation. He claims that ͚ a threat of loss creates anxiety, 
aŶd aĐtual loss soƌƌoǁ; ďoth, ŵoƌeoǀeƌ, aƌe likelǇ to aƌouse aŶgeƌ͛ ;pϮϬϵͿ. Bowlby also introduces the 
idea that duƌiŶg ͚adolesĐeŶĐe aŶd adult life a measure of attachment behaviour is commonly 
diƌeĐted…toǁaƌds gƌoups aŶd iŶstitutioŶs otheƌ thaŶ the faŵilǇ ;pϮϬϳͿ.  It ǁould theƌefoƌe ďe 
reasonable to identify the school in this attachment role; one that cares for and promotes its students; 
and that likewise pupils may also readily identify the school as such, which would explain my likening 
the pupils͛ ƌespoŶse to sĐhool Đlosuƌe to that of loss and grieving.  It would also go some way in 
explaining the negativity, despondency and physical and verbal aggression I have observed if the pupils 
are indeed feeling angry. 
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Maslow (1970) proposed that human need could be divided into five categories: 
  Physiological  Safety and Security  Belongingness and Love  Esteem  Self-actualisation 
 
He suggested these needs formed a hierarchy whereby the actualisation of the earlier needs 
surpassed those of the later needs in the hierarchy.  He asserted that psychological health, which I 
would suggest has strong identifiable links with well-being and flourishing, was only possible when 
these needs were satisfied, and that ͚the more these basic needs were not satisfied, the more 
psychologically disturbed the individual would be͛ ;Lesteƌ et al., ϭϵϴϯͿ.  Masloǁ͛s theoƌǇ is ǁidelǇ 
accepted in many of the social sciences and studies have shown that the higher the level of satisfaction 
of these needs, the more psychologically healthy a person is (Lester et al., 1983). 
 
GoodŵaŶ ;ϭϵϲϴͿ ideŶtified liŶks ďetǁeeŶ Masloǁ͛s hieƌaƌĐhǇ of Ŷeed ǁith that of aŶ iŶdiǀidual͛s 
employment.  He pƌoposed that iŶ ƌelatioŶ to ͚eŵploǇŵeŶt͛ (and I would suggest the daily 
͚eŵploǇŵeŶt͛ of my pupils is that of gaining an education through the attendance of school) 
individuals not only needed to feel safe within the actual confines of their working environment but 
that theǇ also Ŷeeded to feel ͚ a ŵeasuƌe of assuƌaŶĐe agaiŶst laǇoff͛ ;p ϱϮͿ.  Fuƌtheƌ to this he asseƌted 
͚the Ŷeed to ďeloŶg to the oƌgaŶisatioŶ͛ ;pϱϮͿ. I would similarly suggest that the function and role that 
͚sĐhool͛ plaǇs iŶ ƌelatioŶ to aŶ iŶdiǀidual͛s Ŷeeds ĐaŶ ďe loĐated ǁithiŶ the seĐoŶd aŶd thiƌd ĐategoƌǇ 
of Masloǁ͛s needs, that of safety and security and belongingness and love.  School represents 
ĐoŵŵuŶitǇ aŶd giǀes ŵeaŶiŶg aŶd puƌpose to ŵaŶǇ of its pupils͛ lives, indeed Sen identifies education 
as oŶe of ͚a ƌelatiǀelǇ sŵall Ŷuŵďeƌ of ĐeŶtƌallǇ iŵpoƌtaŶt ďeiŶgs aŶd doiŶgs that aƌe Đrucial to well-
ďeiŶg͛ ;in Walker, 2010, p.8), and in removing this from them, essentially two of the critical needs 
pertaining to flourishing, well-being or psychological health have been undermined. 
 
Conclusion 
This project has been a journey, and in concluding it, I find myself somewhere quite different from my 
starting point.  What I feel I can confidently put forward is that the Mindfulness intervention I 
introduced to my class had relatively little impact and did little to promote or maintain pupil well-
being in the context of school closure.  What I would further tentatively suggest is that in undertaking 
this project, it has led me to a better understanding of how momentous the impact of school closure 
is on the entire school community, and as such I am doubtful of the level of impact any micro, 
individualised or small group intervention would have in relation to the wider ramifications and 
corollaries of school closure. What this project has taught me is that in situations of this nature, just 
as the ensuing difficulties and challenges become a whole school problem, a subsequent whole school 
response or solution is requiƌed aŶd ŶeĐessaƌǇ.  AŶd iŶ the sĐhool͛s efforts to make this extremely 
challenging situation, and its subsequent transitions, as manageable as possible for both its staff and 
its pupils, I have sought to involve myself fully in supporting the senior leadership team, my colleagues 
and the pupils alike in all the initiatives and proceedings which have followed. 
 
I am not just a teacher in a school; I am a member of its community. 
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